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32 Abstract The observation and assessment of quality of teacher–child
interactions in elementary school settings are increasingly
recognized as important; however, research is sti l l  very l imited in
European countries. In this study, we examined the quality of the
interactions between teacher and children in first-grade classrooms
in Portugal and the extent to which structural features at teacher-,
classroom-, and school-level explained variation in this quality.
One hundred fifteen classrooms participated in the study.
Classrooms were observed through a standardized rating scale
concerning emotional, organizational, and instructional support.
Results indicated that the levels of emotional and organizational
support in most classrooms were of moderate quality, but the levels
of instructional support were low, suggesting that most observed
activities did not encourage students’ higher-order thinking skil ls. An
examination of the associations between teacher and classroom
characteristics and the quality of teacher–child interactions
indicated a small effect for teacher education. Teachers with an
advanced degree were more likely to be more emotionally sensitive
and to have better instructional interactions in the classroom. For
school-level characteristics, findings showed that the classrooms in
private and smaller schools were likely to provide higher levels of
emotional, organizational, and instructional quality. The results
suggest that focusing on the interactions between teacher and
children can provide valuable information to enhance classroom
quality.
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10Abstract The observation and assessment of quality of teacher–child interactions in ele-
11mentary school settings are increasingly recognized as important; however, research is still
12very limited in European countries. In this study, we examined the quality of the interactions
13between teacher and children in first-grade classrooms in Portugal and the extent to which
14structural features at teacher-, classroom-, and school-level explained variation in this
15quality. One hundred fifteen classrooms participated in the study. Classrooms were observed
16through a standardized rating scale concerning emotional, organizational, and instructional
17support. Results indicated that the levels of emotional and organizational support in most
18classrooms were of moderate quality, but the levels of instructional support were low,
19suggesting that most observed activities did not encourage students’ higher-order thinking
20skills. An examination of the associations between teacher and classroom characteristics and
21the quality of teacher–child interactions indicated a small effect for teacher education.
22Teachers with an advanced degree were more likely to be more emotionally sensitive and
23to have better instructional interactions in the classroom. For school-level characteristics,
24findings showed that the classrooms in private and smaller schools were likely to provide
25higher levels of emotional, organizational, and instructional quality. The results suggest that
26focusing on the interactions between teacher and children can provide valuable information
27to enhance classroom quality.
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29
30Over the past decades, most European governments have invested heavily in improving the
31quality and efficiency of education and training (Ministério da Educação [ME] 2006). Major
32changes have taken place targeting in particular the elementary school, based on extensive
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33evidence linking early school skills to later school success (Duncan et al. 2007; Pianta
34and McCoy 1997). As investment in elementary school quality is increasing, there is
35considerable interest in investigating the structural and process components of class-
36rooms and schools associated with children’s school success. In particular, information
37about teachers’ typical behaviors and children’s learning experiences in early elemen-
38tary classrooms can provide important information of the current state of each
39country’s education system and is useful for discussions of the determinants that
40increase the likelihood of school success. In this study, we describe features of
41first-grade classrooms in Portugal and investigate the ways in which school, class-
42room, and teacher characteristics may contribute to the quality of experiences in the
43classroom.
44Defining classroom quality
45While there are a variety of perspectives conceptualizing and measuring classroom quality,
46based on extensive literature on early child care, it has been increasingly accepted that
47classroom quality in preschool and early elementary school comprises two broad features:
48structural and process ones (Cryer et al. 1999; Gamelas 2003; Mashburn 2008; Q3Pianta 2003).
49Structural features refer to regulatable aspects as well as aspects targeted by financing, such
50as teacher qualifications, teacher experience, class size, adult–child ratio, and type of
51curriculum (Cryer 1999; Howes et al. 2008; Kontos et al. 2002; Mashburn 2008). Process
52features refer to those aspects of the classroom that children experience directly (Cryer 1999;
53Cryer et al. 1999). Examples of classroom processes include social and instructional in-
54teractions among teachers and children, the type of activities and materials available for
55children, and everyday routines (Cryer 1999; Cryer et al. 1999; Kontos et al. 2002; Locasale-
56Crouch et al. 2007; Mashburn 2008). The structural features are viewed as providing the
57conditions for the processes that children directly experience (Cryer 1999; Cryer et al. 1999).
58For example, it is posited that, when teachers work in safe and orderly environments, they
59are more likely to be responsive and sensitive (Gamelas 2003). The structural features are
60viewed as prerequisite, although they are not sufficient to determine overall quality. In fact,
61more recently, the process features, namely, the interactions between teachers and children,
62are increasingly viewed as better predictors of student learning (Early et al. 2007; Howes et
63al. 2008). Specifically, the critical role of classroom interactions on improving children’s
64achievement has been pointed out in a number of studies, with results indicating that high-
65quality teacher–child interactions are associated with improvements in both academic and
66socio-emotional skills (Curby et al. 2009; Hamre and Pianta 2005; Perry et al. 2007; Pianta
67et al. 2008b; Ponitz et al. 2009). Given these findings, descriptions of classroom quality and
68its predictors can provide important information to advance discussions on how to improve
69the learning experiences for children. However, in contrast with the research on early child
70care, particularly in South European countries, only a limited amount of research has
71assessed overall levels of classroom quality in early elementary schools, calling for more
72studies on this area.
73Structural features
74Portuguese policy standards, like in other countries, regulate classroom quality from a top-
75down perspective centered on structural features (ME 1998). These features include, among
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76others, teacher qualifications, adult–child ratios, and curriculum. In the specific case of
77Portugal, teachers need to hold a certification on elementary school, and class sizes are
78limited to 25 students. Furthermore, the school curriculum is determined at national level
79and regulated by the Ministry of Education. The goals set are framed in broad terms and
80based on a comprehensive view of child development including foundational cognitive,
81social, and emotional skills, as well as active citizenship (ME 2004, 2006). The use of
82varying teaching strategies and methods is emphasized, although opportunities for active,
83meaningful learning are highlighted (ME 2004). A greater emphasis has been recently
84placed on critical thinking and problem-solving skills, as well as on autonomy and self-
85regulation (ME 2005).
86Substantial changes in the compulsory education system have been recently undertaken
87as a result of increasing demands to raise the educational levels (Flores 2005; ME 2006). In
882001, the curriculum was reorganized, aimed at improving curriculum articulation across the
89school years and more clearly defining core competencies (Decreto Lei 6/2001). New
90programs for Portuguese language and mathematics have been developed, along with
91professional development and the release of several materials (Ponte et al. 2007; Reis et
92al. 2009; Serrazina et al. 2005). Although school sizes are not subject to standards and vary
93greatly, small elementary schools have been closed with children transferred to larger
94schools. Noteworthy is the fact that, although much has changed in Portugal, at present,
95there are no formal procedures for monitoring classroom processes. This fact limits the
96ability to determine the extent to which the changes introduced are actually improving the
97experiences offered to students and stresses the need for conducting studies that investigate
98structural and process quality features in elementary school. In this study, we examine
99features at teacher-, classroom-, and school-level.
100Teacher structural features: Parallel to educational policy, research on early childhood and
101elementary school has examined whether different structural features at teacher-level are
102linked to classroom process features. Research from the early childhood education literature
103suggests that teachers with a formal college degree are likely to provide higher quality
104learning experiences for children (Burchinal et al. 2002a, b; Fukkink and Lont 2007;
105Phillipsen et al. 1997). In kindergarten and elementary classrooms, though, the associations
106of teacher characteristics with classroom quality are not as consistent (LoCasale-Crouch et
107al. 2007; Pianta et al. 2002; Pianta et al. 2005). For example, in the United States, recent
108findings from kindergarten classrooms indicated a significant association between advanced
109degree status and higher levels of instructional support (La Paro et al. 2009). Specifically,
110teachers with master’s degree or higher were more likely to stimulate children’s problem-
111solving abilities and to provide sustained feedback. In another study involving kindergarten
112classrooms, however, Pianta et al. (2002) found that teacher education and experience were
113unrelated to classroom quality. In first grade, years of post-high school education showed
114statistically significant associations with the observed classroom quality, but they were very
115small in magnitude (Connor et al. 2005; Maxwell et al. 2001; National Institute of Child
116Health and Human Development [NICHD] Early Child Care Research Network 2002).
117Teachers’ total years of experience were not associated with either emotional or instructional
118classroom quality, although a significant but modest association was found between years of
119experience teaching first grade and time devoted to academic activities. Findings from third-
120grade classrooms (NICHD Early Child Care Research Network 2005) and fifth grade (Pianta
121et al. 2008a) were similar, indicating that teacher factors were not related to observations of
122classroom quality. In a study involving Austrian, German, and Spanish elementary school
123classrooms, it was found that teacher characteristics such as number of years as a teacher
124were weakly predictive of process quality (European Child Care and Education [ECCE]
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125Study Group 1999). Taken together, available evidence indicates that variation in the quality
126of classroom interactions in early elementary grades is not accounted for by teacher
127experience and very little for teacher education (NICHD Early Child Care Research Network
1282002, 2004; Pianta et al. 2008a).
129Classroom structural features: Regarding class size, there is a body of research examining
130the effects of class size on student achievement, but the evidence has not been conclusive
131(Cohen et al. 2003; Goldstein et al. 2000; Rutter and Maughan 2002). In the UK, in a series
132of studies, Blatchford et al. (2003, 2005, 2002) showed that, in smaller classes, teacher–child
133contacts were more frequent and personalized, teachers spent more task time with students,
134and classroom management was easier for teachers. However, in the United States, Milesi
135and Gamoran (2006), based on nationally representative data, examined the associations
136between class size, instructional practices, and student achievement at the kindergarten level
137and found only few associations between class size and instructional practices. In their
138review, Rutter and Maughan (2002) noted that very small classes, below 15 students, can be
139beneficial, but variation in class size between 25 and 35 students exert little effect on
140achievement. Possible reasons that have been advanced for associations between class size
141and student achievement include differences in resource use and greater opportunities for
142improvements in classroom processes, such as more individualized instruction (Cohen et al.
1432003; Pedder 2006; Rutter and Maughan 2002). But research examining the associations
144between class size and observed classroom quality has shown that these associations, if any,
145were small in magnitude. In a recent study conducted in kindergarten, La Paro et al. (2009)
146found that smaller child–teacher ratios were related to higher quality of classroom interac-
147tions. In elementary school classrooms, large-scale studies from the NICHD Early Child
148Care Research Network (2002; 2005; Pianta et al. 2008a) indicated that the quality of
149classroom interactions was not associated with class size or child–teacher ratio. Similarly,
150class size was not a significant predictor of observed developmentally appropriate practices
151across early grades both in the United States and in some other European countries, such as
152Austria, Germany, and Spain (ECCE Study Group 1999; Maxwell et al. 2001). In sum, like
153teacher education and experience, the literature on the associations between class size and
154classroom process quality is mixed and suggest inconsistent associations. It seems never-
155theless important to further examine these associations in Portugal, because specific con-
156textual features can contribute to differences in these associations and considering the
157surprising dearth of studies conducted in countries such as Portugal. In addition, we included
158in our study both teacher characteristics and class size because we wanted to investigate the
159contribution of each structural feature over and above the contribution of the other structural
160features. In particular, it seemed to us especially relevant to investigate school-level struc-
161tural predictors. The extent to which predictors at school level are related to classroom
162quality has received considerably less attention. The importance of school-level variables,
163however, should not be ignored, as these more distant variables may also influence teacher–
164child classroom interactions (ECCE Study Group 1999; O’Brien and Pianta 2010; Rutter and
165Maughan 2002).
166School characteristics: One structural factor at school level that can be associated with
167classroom quality is the school size. Variation in school size can represent great variation in
168the available resources, including facilities, material, and teacher resources and, thus, can
169influence classroom interactions. Larger schools have been justified on the basis of greater
170economic efficiency and increased resources such as curricular offerings to students
171(Leithwood and Jantzi 2009; Slate and Jones 2005). Cotton (1996), however, based on
172earlier school size research, pointed out that smaller schools produce better academic results
173and provide a better school climate. In a recent review of school size effects in elementary
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174and secondary schools in the United States, Leitwood and Jantzi (2009) reported that smaller
175schools were generally better in a considerable number of student and organizational
176outcomes. Smaller school sizes were positively related to greater student achievement, lower
177dropout rates, stronger student engagement, and more positive teacher attitudes towards their
178work. The authors concluded that empirical evidence favors smaller school sizes, challeng-
179ing the widespread notion that larger schools are better due to the variety of resources
180available (Leithwood and Jantzi 2009). The number of studies examining elementary
181schools was limited, however. Moreover, none of the reviewed studies addressed the
182associations between school size and variables at classroom level, such as teacher–child
183interactions.
184The extent to which public and private schools might differ in classroom quality seems
185also important to acknowledge. A number of explanations can been offered for possible
186differences between public and private schools, including differences in student and parental
187characteristics (e.g., parental education), differences in school financial resources and
188facilities, or differences in the school composition (Dronkers and Avram 2010; Sullivan
189and Heath 2002). Research in various countries, namely Belgium, France, and the United
190States, has examined sector differences in student achievement with evidence suggesting
191that private school students have higher educational outcomes than public school students
192(Hoffer 1998; Toma 1996). However, these findings have been recently challenged by
193studies showing that public schools performed at an equal level, once student demographics
194is taken into account (Carbonaro 2006; Lubienski et al. 2008). More recently, Dronkers and
195Avram (2010) examined the potential effect of school sector across 25 countries including
196Portugal. Findings indicated that private school students had higher readings scores in nearly
197all countries, but these differences were no longer statistically significant once appropriate
198controls were introduced. These controls included not only student background and school
199composition but also other confounding factors at school level. Possible differences along
200school dimensions in school sector have been recently examined. In the United States,
201findings from one study (Carbonaro 2006) revealed that private school kindergarten class-
202rooms were more likely to have smaller class sizes and cover more curriculum content, but
203public school kindergarten classrooms were more likely to make greater use of instructional
204time. In the above-mentioned studies, data on learning opportunities were self-reported by
205teachers, though. There are very few studies that have used observation methods to assess
206classroom quality. In one exception, O’Brien and Pianta (2010), using observational data,
207compared the quality of emotional and instructional quality from public first and third grade
208classrooms with those from private schools. Findings showed that instructional quality in the
209classrooms was higher in public schools, both in first and third grades. These findings
210suggest that public schools may provide higher-quality classroom interactions in the United
211States, but clearly more research is needed.
212Process features of quality
213To assess classroom process quality, observational methods and, in particular, high-inference
214measures, have been increasingly used (e.g., Hamre and Pianta 2005; Perry et al. 2007). The
215advantage of high-inference measures is that several indicators can be considered simulta-
216neously and thus can be more representative of children’s experience in the classroom
217(Curby et al. 2009; Hamre et al. 2009). One observational measure of the quality of
218teacher–child interaction in classrooms that has received empirical validation is the Class-
219room Assessment Scoring System (CLASS; Pianta et al. 2008b). The theoretical framework
Observed classroom quality in first grade
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220for the CLASS is based on developmental theory and posits that the interactions that take
221place among teachers and children on a daily basis are the primary mechanisms through
222which children learn (Pianta and Hamre 2009). Specifically, three main domains of teacher–
223child interactions are identified as relevant to children’s learning: emotional, organizational,
224and instructional support (Curby et al. 2009; Hamre et al. 2007; La Paro et al. 2004).
225Emotional support involves teacher’s warmth and sensitivity toward children, and adaptation
226of the lessons and activities to support children’s expression of ideas (Pianta et al. 2008b;
227Pianta and Hamre 2009). Organizational support refers to teacher’s use of proactive ap-
228proaches to behavior management, including monitoring student engagement, establishing
229predictable routines, and defining clear expectations (Pianta et al. 2008b; Rimm-Kaufman,
230Curby et al. 2009). It also refers to teacher’s productive use of time and materials to enhance
231children’s engagement in learning activities (Pianta et al. 2008b). Instructional support
232comprises teachers’ encouragement of analysis and reasoning, provision of scaffolding
233and additional explanations, and engagement in meaningful conversations with children
234(Hamre et al. 2007; La Paro et al. 2004; Pianta et al. 2008b; Pianta and Hamre 2009).
235Findings have shown that high levels of emotional, organizational, and instructional support,
236as assessed by the CLASS, are associated with academic achievement and social perfor-
237mance at the end of preschool and first grade (Curby et al. 2009; La Paro et al. 2004; Ponitz
238et al. 2009; Rimm–Kaufman et al. 2009), including in Portugal (Cadima et al. 2010). In
239addition, because it addresses both emotional and instructional features of the classroom, this
240innovative framework seems to be more comprehensive than other models of classroom
241quality (Hamre et al. 2007). In this study, we have used this observational measure to assess
242and describe the quality of teacher–child interactions.
243In sum, examining the emotional, organizational, and instructional features of
244classroom interactions deserves further study because, at present, little is known about
245the actual activities and experiences provided within classrooms in European countries
246(Eurydice 2009; ME/GAVE 2001). Indicators of school quality in Europe usually
247include students’ results in comparative studies and teacher reports, thus providing
248little information regarding teaching strategies and practices in the context of class-
249room. Despite substantial changes in the compulsory education system across several
250countries including Portugal, there are few studies that provide clear descriptions of
251the actual ways in which teachers interact with children within classrooms in Euro-
252pean countries, restricting our understanding about how teachers are translating policy
253initiatives into classroom practices. Furthermore, the use of observational measures
254with adequate reliability and validity, as the experience in other countries has shown,
255may inform the debate over how to increase school success. Conducting studies in
256countries such as Portugal can help understand whether existing measures and models
257of classroom processes can be generalized across different socio-cultural contexts. In
258addition, the research may be helpful in characterizing, for the first time, what types
259of classroom interactions and experiences are provided to children in Portuguese first-
260grade classrooms.
261It is also important to determine whether features under regulatory control and, thus,
262considered relevant for teaching and learning, are related to classroom quality in the
263Portuguese context. For example, are teachers with an advanced degree more likely to have
264higher-quality interactions in the classroom? This has clear implications for educational
265policy, and it is particularly relevant in Portugal, where the number of available studies is
266very limited. In addition, it is important to include other factors that might contribute to
267classroom quality and have been far less studied. In this study, we extend previous research
268by including school-level factors.
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270The present study aims to investigate the quality of classroom interactions and determine the
271extent to which teacher, classroom, and school characteristics explain variation in the quality of
272classroom interactions in Portugal. The following research questions are addressed: (a) What is
273the quality of classroom interactions in terms of emotional, organizational, and instructional
274dimensions? (b) To what extent are structural features (e.g., teacher education, school size)
275associated with higher quality of classroom interactions? Following a comprehensive model of
276quality used in previous research (Eccles and Roeser 1999; Pianta et al. 2005) in which schools
277are viewed as complex systems that comprise predictors nested within different levels, we
278include teacher characteristics (teacher education and experience), classroom characteristics
279(class size), and school characteristics (public versus private, school size, school composition)
280as structural predictors. We especially are interested in determining whether school character-
281istics are linked to the quality of classroom interactions after controlling for other classroom and
282teacher characteristics, because (1) far fewer studies have examined these links, and (2) school
283characteristics are not under regulation and have not been subject to standards, although features
284at school level such as school size have been recently changed by the Ministry of Education.
285Method
286Participants
287Participants in this study were 115 first-grade classrooms and respective teachers. Two
288groups of classrooms were selected based on two cohorts of children participating in a
289larger research project conducted in the Metropolitan Area of Porto. The Metropolitan Area
290of Porto is the second biggest urban area in Portugal, with a population of nearly one half
291million. This area is highly industrialized, with one third of the population working in this
292sector. Similar to national education levels, in 2005, the mean level of maternal education
293was 9.6 years (Câmara Municipal do Porto/Gabinete de Estudos e Planeamento 2008). The
294research project, Contexts and Transition, was designed to examine the quality of preschool
295classrooms and its effects on children’s academic and social performance. For this larger
296project, a cluster random sampling was used in which preschool classrooms were randomly
297selected followed by the random selection of preschool children. Children were followed
298into their entry to first grade. In 2006/2007, all first-grade classrooms attended by participant
299children were recruited, for a total of 76. Of these classrooms, consents from teachers were
300obtained in 73 classrooms (96 %). In 2007/2008, all the first-grade classrooms attended by
301the second cohort of children were recruited, for a total of 43. Of these classrooms, 42
302(98 %) of the teachers agreed to participate.
303All teachers held a professional certificate in Elementary Education. Almost all teachers
304attended a 3- or 5-year course in a university or polytechnic institute and held respectively, a
305bachelor or licenciatura degree (90.3 %); the others held a Post-graduation or a Master Degree.
306The teachers varied widely in the years of teaching experience (M=16 years, range=1–
30737 years). Classrooms had, on average, 21 children. The total 115 classrooms were from 99
308schools. Most schools had one participating classroom (86 %); 11 % had two participating
309classrooms; one school had three participating classrooms and one other four participating
310classrooms. Almost all schools were public (91.3 %). School size ranged from 38 to 660 pupils,
311and nearly half of the schools serve children from medium socioeconomic status families.
312Descriptive information used in the regression analyses is provided in Table 1.
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313In Portugal, elementary school, the first cycle of basic education, includes 4 years. First
314grade is the first year of elementary school, starting at age 6, and teachers usually follow the
315same group of children from the first to the fourth grade. It is a common practice for schools
316to choose a commercially published workbook for each subject area. The school system is
317predominantly public, and, in general, schools serve local communities, and therefore
318children who attend school live nearby.
319Measures
320Observed classroom quality The Classroom Assessment Scoring System (CLASS; Pianta et
321al. 2006) was used to measure the quality of interactions among teachers and children in
322classrooms. Observers scored classrooms on a seven-point Likert scale from low (1, 2),
323middle (3, 4, 5) to high (6, 7) on nine dimensions, described next, within three major
324domains: emotional support, classroom organization, and instructional support.
325Emotional support Three dimensions were used to assess emotional support: positive
326climate, teacher sensitivity, and regard for student perspectives. Positive climate considers
327the overall emotional tone and the emotional connection between teachers and children (e.g.,
328laughing, smiling). Teacher sensitivity considers teachers’ awareness of children’s academic
329and emotional needs. Regard for student perspectives reflects the degree to which teachers
330place an emphasis on students’ interests, motivations, and points of view.
331Classroom organization Three dimensions are used to assess classroom organization: be-
332havior management, productivity, and instructional learning formats. Behavior management
333considers teachers’ use of effective methods to monitor, prevent, and redirect misbehavior.
334Productivity considers how well teachers maximize time spent in learning activities (e.g.,
335smooth transitions). Instructional learning formats reflect the degree to which teachers
t1:1 Table 1 Descriptive statistics for structural characteristics (N=115)
t1:2 n (%) M SD Min Max
t1:3 Teacher characteristics
t1:4 Teacher years of experience 16.11 10.17 1 37
t1:5 Teacher’s education level
t1:6 % Bachelor’s or graduation degree 102 (90.3 %)
t1:7 % Post-graduated or higher degree 11 (9.7 %)
t1:8 Classroom characteristics
t1:9 Class size 20.92 3.35 10 26
t1:10 School characteristics
t1:11 Public 89 (89.9 %)
t1:12 Private 10 (10.1 %)
t1:13 School size 172.7 121.9 38 660
t1:14 School>low SES range 13 (14.0 %)
t1:15 School>low-medium SES range 27 (29.0 %)
t1:16 School>medium SES range 42 (45.2 %)
t1:17 School>medium-high SES range 9 (9.7 %)
t1:18 School>high SES range 2 (2.2 %)
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336facilitate activities and provide interesting materials to maximize children’s engagement and
337ability to learn.
338Instructional support Three dimensions are used to assess instructional support: concept
339development, quality of feedback, and language modeling. Concept development considers
340the degree to which instructional discussions and activities promote students’ higher order
341thinking skills (e.g., asking "why" and "how" questions). Quality of feedback reflects the
342degree to which teachers’ feedback extends children’s learning and understanding (e.g.,
343prompting additional exploration of the topic). Language modeling considers the use of
344language-stimulation and language-facilitation techniques (e.g., open-ended questions, map-
345ping behavioral actions).
346This observational measure has been developed in the USA, with several studies showing
347that the CLASS provides reliable, valid assessments (Curby et al. 2009; Hamre et al. 2007;
348Rimm–Kaufman et al. 2009). The CLASS has also been used in European countries, such as
349Finland (Pakarinen et al. 2010), Belgium (Buyse et al. 2008), and Portugal (Cadima et al.
3502010). Factor analyses have been conducted in the USA, Finland, and Portugal and
351confirmed the three-factor solution (Cadima and Leal 2008; Hamre et al. 2007; Pakarinen
352et al. 2010; Pianta et al. 2008b). The confirmatory factor analysis with data from Portuguese
353classrooms, including the classrooms in this sample, indicated an acceptable fit of the three-
354factor model. Factor loadings exceeded 0.70, with the exception of one dimension, Behavior
355Management, which was 0.55, and correlations among dimensions were above 0.50.
356Training and interrater agreement Prior to data collection in each year, the observers
357participated in training sessions in order to reach an interrater agreement of 80 %, which
358was met by all observers in both years. All observers were graduated in Psychology and had
359experience in data collection (respectively, four observers in 2006/2007 and three observers
360in 2007/2008). During data collection, 22 classrooms in 2006/2007 (30 % of the total) and
36111 classrooms in 2007/2008 (26 %) were rated by two observers. Interrater agreement was
362adequate. Specifically, the mean weighted kappa was 0.78, ranging from 0.59 (concept
363development) and 0.88 (teacher sensitivity). On average, 99 % of data collector scores were
364within one scale-point of each other. For the present analysis, we computed average scores
365of the dimensions for three CLASS domains, with each achieving adequate levels of internal
366consistency, respectively, Emotional Support, α=0.91, Classroom Organization, α=0.79,
367and Instructional Support, α=0.95.
368Teacher, classroom, and school characteristics Data on teacher, classroom, and school
369characteristics were collected through a teacher questionnaire. This questionnaire was
370adapted from the version developed by Cryer et al. (1999) at their cross-national study.
371Teachers were asked several questions about teachers (teacher education and teacher expe-
372rience), classroom (class size), and school characteristics (sector, school size, and school
373composition). The following variables were used in the analyses:
374Teacher education Teachers’ highest level of education was coded as follows: teachers holding
375a bachelor or 5-year degree (=0) and teachers holding Post-graduation or a Master degree (=1).
376Teacher experience The total years of teaching experience was used in the analyses.
377Class size The number of children enrolled in the classroom reported by the teacher was
378used in the analyses.
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379School sector School sector was coded whether the school was private (=0) or public (=1).
380School size The total number of children enrolled in the school was used in the analyses.
381School composition From the teacher-reported percentages of students with different socio-
382economic status (low, low–medium, medium, medium–high, and high SES), a school SES
383variable was created, based on the median.
384Procedure
385In 2006/2007, classrooms were observed by trained researchers for approximately 2 and ½h,
386starting at the beginning of the school day. Teachers completed the questionnaire at the end
387of the observation. In 2007/2008, the same procedure was used.
388Data analysis
389First, we conducted descriptive analyses regarding the three domains of classroom quality.
390Second, a series of regression models were conducted to examine the extent to which charac-
391teristics of the teacher, of the classroom, and of the school predicted observed quality. Blocks of
392predictors were entered into the models in the following order: (a) in the first step, teacher
393characteristics (education, years of experience) were entered into the model; (b) in the second
394step, classroom features (class size) were added; and (c) in the last step, school features (sector,
395school size, and school demographic composition) were added to the model. This approach
396allows for computing the portion of variance in classroom quality that was accounted for by
397each block, and thus, an effect size can be reported for teacher-, classroom-, and school-level
398features. To account for possible bias, we included a dummy variable indicating whether the
399classroom data were collected in 2006/2007 or 2007/2008. As each block was entered into the
400model, contributions to prediction were examined for individual predictors, controlling for
401predictors entered previously. The predictors were entered into the models from most proximal
402to most distal in relation to the observed quality. They were entered in this order, because we
403were especially interested in examining the contributions of school-level features after control-
404ling for the other classroom and teacher features. In the models, robust standard errors were
405computed to account for the nesting of classrooms within schools, and full information
406maximum likelihood estimation was used to address missingness. Mplus version 5.0 (Múthen
407and Múthen 1998–2007) was used to perform the analyses.
408Results
409The results below provide descriptive information on the quality of classroom interactions in
410first grade classrooms. As shown in Table 2, for emotional support, the mean score was 4.06
411(SD=1.05) on a seven-point scale, which was in the middle range. According to the CLASS
412measure, teachers were generally observed to have relatively warm, respectful relationships
413with children and to be aware of students who needed extra support. Classroom quality was
414in the moderate range for classroom organization, with a mean score of 4.20 (SD=0.99).
415Teachers were generally effective in preventing misbehavior and often provided clear
416activities for children, although only occasionally facilitated children’s active engagement
417through the use of a variety of modalities and materials. The mean score of 3.06 (SD=1.15)
418for instructional support was also in the middle range, but ratings were much lower,
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419indicating that children were observed to be engaged in activities that focus mainly on recall
420skills, rather than on comprehension and thinking skills. Children received perfunctory
421feedback regarding their performance that focused mainly on correctness. In addition, few
422opportunities for children to engage in conversations were provided. Inspection of the results
423for three dimensions that are included in this domain showed low ratings for all of them,
424respectively, for concept development, quality of feedback, and language modeling, 2.91
425(SD=1.28), 3.12 (SD=1.17), and 3.15 (SD=1.19). The range of scores indicated, neverthe-
426less, that there was considerable variability across classrooms. Figure 1 shows the proportion
427of classrooms in the low, moderate, and high-quality range for each CLASS domain. Most
428classrooms were in the moderate range for emotional support and classroom organization,
429whereas most classrooms were in the low range for instructional support.
430Table 3 reports correlations among structural features and the observed classroom quality.
431Associations among the three CLASS domains were strong and positive between emotional
432support and classroom organization, r=0.80, classroom organization and instructional support,
433r=0.80, and between emotional and instructional support, r=0.88. Teachers whowere observed
434to be warmer and more responsive to students were also observed to manage activities more
435efficiently and productively, and to provide more often activities that encourage reasoning and
436expand language. The quality of emotional support was observed to be higher when teachers
437held an advanced degree, r=0.18, although themagnitude was small. The years of experience in
438teaching was not significantly related to the dimensions of classroom quality. The associations
439between classroom observed quality and class size were also not noteworthy. Classrooms
440within public schools were rated lower than private schools in all domains of the observed
441quality, and correlations were of moderate magnitude, emotional support, r=−0.33, classroom
442organization, r=−0.38, and instructional support, r=−0.26. School size was negatively associ-
443ated with observed levels of emotional support, r=−0.21, classroom organization, r=−0.20 and
444instructional support, r=−0.22. School composition was positively related to emotional support,
t2:1 Table 2 Descriptive statistics for global classroom quality indicators (N=115)
t2:2 M SD Min Max
t2:3 CLASS emotional support 4.06 1.05 1.92 6.58
t2:4 CLASS classroom organization 4.20 0.99 1.42 6.33
t2:5 CLASS instructional support 3.06 1.15 1.08 6.08
Fig. 1 Percentage of classrooms rated at low-quality, medium-quality, and high-quality levels for CLASS
dimensions
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445r=0.23 and classroomorganization, r=0.26, indicating that classrooms in schoolswithmore children
446with higher SES displayed higher levels of quality on these twoCLASS domains. Public schools and
447higher school sizes were both moderately related to higher class sizes, r=−0.31 and r=0.31,
448respectively.
449Regression analyses
450To examine the associations of the structural characteristics on the observed classroom quality,
451regression analyses were conducted for each CLASS domain. The B coefficients, the standard
452errors, and the standardized betas are presented in Table 4. Teachers’ years of experience and level
453of education were not significantly related to the classroom quality domains. The variance
454accounted for this block of variableswas very small, 5% for emotional support, 3% for classroom
455organization, and 3 % for instructional support. Class size was not a noteworthy predictor,
456accounting for less than 1 % of the variance on the three CLASS domains. The school block,
457though, made significant and noteworthy contributions when added after teacher and classroom
458blocks, explaining 15 % of the variance on emotional support, 20 % on classroom organization,
459and 12 % on instructional support. Specifically, classroom emotional quality was observed to be
460higher when schools were private, β=−0.28, p<.05, and smaller, β=−0.20, p<0.05. Classrooms
461in both smaller and private schools were also rated as displaying more organized environments,
462β=−0.35, p<0.05 and β=−0.19, p<0.05, respectively, and as providing higher class-
463room instructional quality, β=−0.26, p<0.05 and β=−19, p<0.05.
464It should be noted that, in the final model, when all predictors were entered and the effects were
465adjusted, teacher education showed statistically significant associations with emotional support
466and instructional support, β=0.18, p<0.05 and β=0.17, p<0.05, respectively. Teachers with an
467advanced degree were more likely to provide higher levels of emotional and instructional support.
468Discussion
469In this study, we intended to investigate the quality of classroom interactions and its
470associations with structural features in Portugal. We first examined the quality of classroom
t3:1 Table 3 Associations among structural and classroom quality indicators (N=115)
t3:2 1 2 3 4 5 6 7 8
t3:3 1. CLASS emotional support
t3:4 2. CLASS classroom organization 0.80**
t3:5 3. CLASS instructional support 0.85** 0.80**
t3:6 4. Teacher’s level of education a 0.18 0.11 0.16
t3:7 5. Teacher’s years of experience −0.13 −0.06 −0.07 −0.08
t3:8 6. Class size 0.02 −0.01 −0.07 0.11 −0.02
t3:9 7. School sector b −0.33** −0.38** −0.26** −0.00 0.14 −0.31**
t3:10 8. School size −0.21* −0.20* −0.22* −0.04 0.18 0.31** −0.08
t3:11 9. School composition 0.23* 0.26* 0.17 −0.03 −0.06 0.17 −0.50** 0.08
a 1=Post-graduated or Master’s degree
b 1=Public
*p<0.05, **p<0.01
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471interactions in terms of emotional, organizational, and instructional dimensions. Findings
472indicate moderate levels of quality for emotional and organizational support but low levels
473for instructional support. Importantly, the results suggest that, in most observed classrooms,
474children are not experiencing the kind of instructional activities that research has shown to
475be critical for thinking skills and meaningful learning. There is a growing body of research
476showing that classroom interactions such as asking open-ended questions, encouraging
477problem solving and prediction, and providing scaffolding and sustained feedback are
478associated with children’s learning (Hamre and Pianta 2005; NICHD Early Child Care
479Research Network 2002; 2004). Our results suggest that, in most classrooms, teachers are
480not providing this kind of support. In addition, despite the recent Portuguese curriculum
481guidelines emphasizing critical thinking and problem-solving (ME 2005), the current levels
482of instructional support observed in the majority of classrooms are not consistent with such
483guidelines. The mathematics program, for instance, clearly states the need for teachers to
484encourage children to reflect on their own thinking, to confront each other’s ideas, or discuss
485alternative solutions when solving problems (Ponte et al. 2007). Thus, while improving the
486curricula is important, as these reform efforts do pose new challenges to teachers in terms of
487interaction patterns (Amado and Freire 2005), a direct focus on everyday classroom in-
488teractions can be useful to both understand and improve teacher practices. These findings are
489among the first to report observational evidence for Portuguese first-grade classrooms. In
t4:1 Table 4 Summary of regression analyses predicting process measures (N=115)
t4:2 Emotional support Classroom organization Instructional support
t4:3 B SE B β R2 B SE B β R2 B SE B β R2
t4:4 0.05 0.03 0.03
t4:5 Year 0.11 0.21 0.05 0.26 0.22 0.13 0.04 0.24 −0.02
t4:6 Teacher educationa 0.64 0.36 0.18 0.41 0.28 0.12 0.62 0.37 0.16
t4:7 Teacher experience −0.01 0.01 −0.10 −0.00 0.01 −0.03 −0.00 0.01 −0.05
t4:8 0.05 0.03 0.04
t4:9 Year 0.12 0.21 0.05 0.29 0.22 0.14 0.10 0.24 0.04
t4:10 Teacher educationa 0.64 0.36 0.18* ΔR2
=
0.44 0.29 0.13 ΔR2
=
0.68 0.38 0.17 ΔR2
=
t4:11 Teacher experience −0.01 0.01 −0.10 0.00 −0.00 0.01 −0.03 0.00 −0.00 0.01 −0.05 0.01
t4:12 Class size −0.01 0.03 −0.02 −0.02 0.03 −0.06 −0.04 0.04 −0.10
t4:13 0.20 0.23 0.16
t4:14 Year −0.03 0.18 −0.01 0.14 0.18 0.07 −0.04 0.21 −0.02
t4:15 Teacher educationa 0.65 0.30 0.18* ΔR2
=
0.44 0.25 0.14 ΔR2
=
0.68 0.34 0.17* ΔR2
=
t4:16 Teacher experience −0.00 0.01 −0.03 0.15 0.00 0.00 0.05 0.20 0.00 0.00 0.02 0.12
t4:17 Class size −0.02 0.03 −0.05 −0.03 0.02 −0.11 −0.04 0.04 −0.05
t4:18 School sectorb −1.06 0.39 −0.28* 0.33 −0.35* −0.26*
t4:19 School size −0.01 0.00 −0.20* −0.01 0.00 −0.19* −0.01 0.00 −0.19*
t4:20 School
composition
0.16 0.12 0.14 0.15 0.11 0.14 0.13 0.13 0.10
a 1=Post-graduated or Master’s degree
b 1=Public
*p<0.05, **p<0.01
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490comparing these findings with results from other countries, the levels of instructional
491support are similar to the ones from the USA but quite low when compared with Finland
492and Belgium (Buyse et al. 2008; Q4Pakarinen et al. 2009; Pianta et al. 2008b).
493We also intended to determine the extent to which (a) teacher characteristics (education,
494years of experience), (b) classroom features (class size), and (c) school structural features
495(school type, school size, and school composition) could explain variations in the quality of
496teacher–child classroom interactions. Findings suggest a statistically significant association
497between teacher education and both emotional and instructional support. Although the
498associations were very small, teacher education showed a positive, noteworthy association
499with emotional and instructional support. Teachers with an advanced degree, that is, holding
500at least a post-graduation degree, were more likely to be warm in their interactions with
501children and to provide more challenging and stimulating activities. Even if modest, this
502association suggests that teacher education may be a means to enhance quality. It is possible
503that advanced degree programs help teachers to develop and refine their skills to interact
504more effectively with children. It is also possible, however, that teachers who are more
505sensitive and intentional in their interactions also are more likely to seek an advanced
506educational level. Nevertheless, the contribution to total variance was very small. Moreover,
507the weak associations found and the correlational nature of data both prevent us from
508establishing convincing evidence for the role of teacher education in classroom process
509quality.
510Overall, these results add to evidence from the United States and other countries in
511Europe suggesting that structural characteristics such as class size and teacher characteristics
512exert little influence on teachers’ practices and interactions (ECCE Study Group 1999;
513NICHD Early Child Care Research Network 2002; Pianta et al. 2002). They are also
514consistent with Portuguese results for child care settings (Gamelas 2010).
515One possible reason for the very small associations regarding teacher education is that the
516levels of education required for elementary school teaching are fairly high and restricted in
517range. The same explanation could be given regarding class size, with the limit set at 25
518students per class. The lack of associations between teacher and classroom characteristics
519and observed classroom quality may therefore be a result of increasing regulation and
520consequent homogeneity of those characteristics rather than indicating its irrelevance.
521Nonetheless, there were important variations across classrooms that remained to be
522explained, which suggest the need to identify other potential factors likely to influence
523how teachers and children interact within classrooms.
524An important feature of this study was the inclusion of school-level characteristics that, in
525contrast to teacher and classroom characteristics, appeared to be associated with the quality
526of classroom interactions. Variation among classrooms in the observed quality was associ-
527ated with school sector and school size. Regarding school sector, recent research has shown
528that private and public schools differ along a number of dimensions, such as school climate,
529teacher education, class size, or the type of instruction (Carbonaro 2006; Lubienski et al.
5302008). Our findings suggest that, even after controlling for some of these dimensions,
531namely teacher education and experience, class size, school size, and student demographics,
532there were still differences between private and public schools in all CLASS domains. It
533should be noted that we used a rough measure of school demographics and that a more fine-
534honed one could yield different results. Regardless, these results suggest that sector differ-
535ences seem indeed important for understanding variation in classroom quality.
536School size was negatively related to global ratings of classroom quality. Smaller schools
537were more likely to be associated with higher levels of emotional, organizational, and
538instructional support. Research points to evidence favoring smaller schools in several
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539dimensions (Leithwood and Jantzi 2009), but the quality of interactions had not been
540previously examined. Our study extends this body of research, suggesting that smaller
541schools are associated with increased levels of classroom process quality. Possible reasons
542for these results are that smaller schools may have an effect on the social climate of schools,
543providing opportunities for closer interpersonal relationships among students and teachers,
544increased sense of community and parental involvement (Ahn and Brewer 2009). Smaller
545schools may also foster a culture of teacher collaboration and contribute to more positive
546attitudes about teachers’ responsibility for students’ learning (Lee and Loeb 2000;
547Leithwood and Jantzi 2009). Our results call attention to some potential drawbacks of larger
548schools. Importantly, recent Portuguese policies are changing the scale of schooling, with
549schools increasing in size and small schools being closed. Although further research is
550needed, these findings suggest that enlarging schools are likely to affect children’s experi-
551ences in many aspects, not merely in terms of available resources.
552Taken together, in this study, school characteristics such as school sector and school size
553were better predictors of classroom interactions than either teacher or classroom character-
554istics. Whereas teacher experience and class size were unrelated to classroom quality,
555classrooms in private and smaller schools were likely to provide higher levels of emotional,
556organizational, and instructional quality, possibly because these school features are not
557regulated as strictly as classroom and teacher characteristics. These findings are relevant
558as they suggest that school-level structural features are important for classroom-level
559processes and deserve further attention.
560Limitations
561When considering the results of the present study, some limitations should be noted. First,
562participants in this study were from one region of Portugal, the Metropolitan Area of Porto,
563which limits the generalizability of findings across regions. We should mention that, to our
564knowledge, it is the first study in Portugal involving first-grade classrooms, and clearly more
565research is needed. Second, the most of the participating schools have one participating
566classroom; although the coefficients from our models are not biased, it would be important
567to include more classrooms per school so that we could better understand the variability of
568classroom quality both at class and school level. Third, one should acknowledge the
569correlational nature of our findings, and thus, causal links cannot be inferred.
570Conclusion
571The current study adds to the body of knowledge evidence documenting the quality of
572students’ experiences in first-grade classrooms. Taken as whole, our findings suggest that
573teacher and classroom features currently under regulatory control exert little influence on
574classroom quality. Given the variability found among classrooms and, in particular, the low
575levels for instructional support, our findings suggest that these regulable features, even if
576necessary, are not sufficient to ensure appropriate levels of quality on these dimensions.
577Classrooms might meet all structural requirements, such as teacher education and adequate
578class size, but fail to provide appropriate levels of emotional, organizational, and instruc-
579tional quality. In order to regulate and optimize children’s experiences in the classroom,
580given previous research showing associations between teacher–child interactions and child
581outcomes (Curby et al. 2009; Hamre et al. 2007; Rimm–Kaufman et al. 2009), including in
582Portugal (Cadima et al. 2010), it may be important to focus directly on the classroom
Observed classroom quality in first grade
Q1















583interactions. For example, Howes et al. (2008) suggested that to better support children’s
584learning, focusing on classroom processes could be more effective rather than simply
585specifying structural indicators. Although further research is needed, in particular to identify
586factors that might affect the quality of experiences provided to children, as teacher charac-
587teristics and classroom features appeared to not sufficiently explain what characterizes a
588high-quality environment, examining directly the quality of classroom interactions can
589provide unique and useful information for monitoring purposes and to regulate teaching
590interactions and practices. In addition, our findings extend previous research by suggesting
591the relevance of school-level factors, which is consistent with a systematic and contextual-




596Ahn, J., & Brewer, D. J. (2009). What do we know about reducing class and school size? In G. Sykes, B.
597Schneider, & D. N. Plank (Eds.), AERA handbook of education policy research (pp. 426–437). New York:
598Routledge.
599Amado, J., & Freire, I. (2005). A gestão da sala de aula [Classroom management]. In G. L. Miranda & S.
600Bahia (Eds.), (Orgs), Psicologia da Educação: Temas de desenvolvimento, aprendizagem e ensino
601[Educational psychology: themes of development, learning, and teaching] (pp. 311–331). Lisboa:
602Relógio D’Água.
603Blatchford, P., Goldstein, H., Martin, C., & Browne, W. (2002). A study of class size effects in English school
604reception year classes. British Educational Research Journal, 28, 169–185.
605Blatchford, P., Bassett, P., Goldstein, H., & Martin, C. (2003). Are class size differences related to pupils’
606educational progress and classroom processes? Findings from the institute of education class size study of
607children aged 5–7 years. British Educational Research Journal, 29, 709–730.
608Blatchford, P., Bassett, P., & Brown, P. (2005). Teachers’ and pupils’ behavior in large and small
609classes: A systematic observation study of pupils aged 10 and 11 years. Journal of Educational
610Psychology, 97, 454–467.
611Burchinal, M., Cryer, D., Clifford, R., & Howes, C. (2002a). Caregiver training and classroom quality in child
612care centers. Applied Developmental Sciences, 6, 2–11.
613Burchinal, M., Howes, C., & Kontos, S. (2002b). Structural predictors of child care quality in child care
614homes. Early Childhood Research Quarterly, 17, 89–107.
615Buyse, E., Verschueren, K., Doumen, S., Van Damme, J., & Maes, F. (2008). Classroom problem behavior
616and teacher–child relationships in kindergarten: The moderating role of the classroom climate. Journal of
617School Psychology, 46, 367–391.
618Cadima, J., & Leal, T. (2008). Observação dos processos interactivos em salas do 1° Ciclo do Ensino Básico
619[Observing the interactive processes in first cycle classrooms]. In A. P. Noronha (Ed.), Proceedings of the
620Thirteen International Conference on Psychological Assessment [CD]. Braga: Psiquilíbrios.
621Cadima, J., Leal, T., & Burchinal, M. (2010). The quality of teacher–student interactions: Associations with
622first graders’ academic and behavioral outcomes. Journal of School Psychology, 48, 457–482.
623Câmara Municipal do Porto/Gabinete de Estudos e Planeamento. [CMP GEP]. (2008). A base económica do
624Porto e o emprego. Porto: CMP.
625Carbonaro, W. (2006). Public–private differences in achievement among kindergarten students: Differences in
626learning opportunities and student outcomes. American Journal of Education, 113, 31–65.
627Cohen, D. K., Raudenbush, S. W., & Ball, D. L. (2003). Resources, instruction, and research. Educational
628Evaluation and Policy Analysis, 25, 119–142.
629Connor, C. M., Son, S., Hindman, A. H., & Morrison, F. J. (2005). Teacher qualifications, classroom practices,
630and preschool experience: Complex effects on first graders’ vocabulary and early reading outcomes.
631Journal of School Psychology, 43, 343–375.
632Cotton, K. (1996). School size, school climate, and student performance, School Improvement Research
633Series, Retrieved from http://www.nwrel.org/scpd/sirs/10/c020.html
634Cryer, D. (1999). Defining and assessing early childhood program quality. The Annals of the American
635Academy of Political and Social Science, 563, 39–55.
636Cryer, D., Tietze, W., Burchinal, M., Leal, T., & Palacios, J. (1999). Predicting process quality from
637structural quality in preschool programs: A cross-country comparison. Early Childhood Research
638Quarterly, 14, 339–361.
J. Cadima et al.















639Curby, T. W., Rimm-Kaufman, S. E., & Ponitz, C. C. (2009). Teacher–child interactions and children’s achieve-
640ment trajectories across kindergarten and first grade. Journal of Educational Psychology, 4, 912–925.
641Dronkers, J., & Avram, S. (2010). A cross-national analysis of the relations between school choice and
642effectiveness differences between private–independent and public schools. MPRA Paper No. 23886,
643Retrieved from http://mpra.ub.uni–muenchen.de/23886/
644Duncan, G. J., Dowset, C. J., Claessens, A., Magnuson, K., Huston, A. C., Klebanov, et al. (2007). School
645readiness and later achievement. Developmental Psychology, 43, 1428–1446.
646Early, D., Maxwell, K. L., Burchinal, M., Alva, S., Bender, R. H., Bryant, D., et al. (2007). Teachers’
647education, classroom quality, and young children’s academic skills: Results from seven studies of
648preschool programs. Child Development, 78, 558–580.
649Eccles, J. S., & Roeser, R. W. (1999). School and community influences on human development. In M. H.
650Boorstein & M. E. Lamb (Eds.), Developmental psychology: An advanced textbook (4th ed., pp. 503–
651554). Hillsdale: Erlbaum.
652European Child Care and Education [ECCE] Study Group. (1999). School–age assessment of child develop-
653ment: Long–term impact of pre–school experiences on school success, and family–school relationships.
654(Final report package No. 2). European Union DG XII: Science, Research and Development. Berlin:
655Freie Universitaet.
656Eurydice. (2009). National summary sheets on education system in Europe and ongoing reforms: Portugal
657June 2009. Brussels: European Commission.
658Flores, M. A. (2005). Teachers’ views on recent curriculum changes: Tensions and challenges. Curriculum
659Journal, 16, 401–413.
660Fukkink, R. G., & Lont, A. (2007). Does training matter? A meta-analysis and review of caregiver training
661studies. Early Childhood Research Quarterly, 22, 294–311.
662Gamelas, A. M. (2003). Contributos para o estudo da ecologia de contextos pré-escolares inclusivos
663[Contributions to the study of the ecology of inclusive preschool settings]. Lisboa: Ministério da Educação.
664Gamelas, A. M. (2010). Literacia e qualidade em contextos pré-escolares inclusivos [Literacy and quality in
665inclusive preschool settings] (Unpublished doctoral dissertation). Porto: University of Porto.
666Goldstein, H., Yang, M., Omar, R., Turner, R., & Thompson, S. G. (2000). Meta analysis using
667multilevel models with an application to the study of class size effects. Journal of the Royal
668Statistical Society, 49, 399–412.
669Hamre, B. K., & Pianta, R. C. (2005). Can instructional and emotional support in the first grade classroom
670make a difference for children at risk of school failure? Child Development, 76, 949–967.
671Hamre, B. K., Pianta, R. C., Mashburn, A. J., & Downer, J. T. (2007). Building a science of classrooms:
672Application of the CLASS framework in over 4,000 U.S. early childhood and elementary classrooms.
673New York, NY: Foundation for Child Development. Retrieved April 16 2009 from http://www.fcd-us.org/
674resources/resources_show.htm?doc_id=507559
675Hamre, B. K., Pianta, R. C., & Chomat-Mooney, L. (2009). Conducting classroom observations in school-
676based research. In L. Dinella (Ed.), Conducting psychology research in schools: A practical guide for
677researchers conducting high quality science within school environments (pp. 79–105). Washington:
678American Psychological Association.
679Hoffer, T. B. (1998). Social background and achievement in public and catholic high schools. Social
680Psychology of Education, 2, 7–23.
681Howes, C., Burchinal, M., Pianta, R., Bryant, D., Early, D., Clifford, R., et al. (2008). Ready to learn?
682Children’s pre-academic achievement in pre-kindergarten programs. Early Childhood Research
683Quarterly, 23, 27–50.
684Kontos, S., Burchinal, M., Howes, C., Wisseh, S., & Galinsky, E. (2002). An eco-behavioral approach
685to examining the contextual effects of early childhood classrooms. Early Childhood Research
686Quarterly, 17, 239–258.
687La Paro, K. M., Pianta, R. C., & Stuhlman, M. (2004). The Classroom Assessment Scoring System: Findings
688from the prekindergarten year. The Elementary School Journal, 104, 409–426.
689La Paro, K. M., Hamre, B. K., Locasale-Crouch, J., Pianta, R., Bryant, D., Early, D., et al. (2009). Quality in
690kindergarten classrooms: Observational evidence for the need to increase children’s learning opportunities
691in early education classrooms. Early Education & Development, 20, 657–692.
692Lee, V., & Loeb, S. (2000). School size in Chicago elementary schools: Effects on teachers’ attitudes and
693students’ achievement. American Educational Research Journal, 37(1), 3–31.
694Leithwood, K., & Jantzi, D. (2009). A review of empirical evidence about school size effects: A policy
695perspective. Review of Educational Research, 79(1), 464–490.
696LoCasale-Crouch, J., Konold, T., Pianta, R., Howes, C., Burchinal, M., Bryant, D., et al. (2007). Observed
697classroom quality profiles in state-funded pre-kindergarten programs and associations with teacher,
698program, and classroom characteristics. Early Childhood Research Quarterly, 22, 3–17.
Observed classroom quality in first grade
Q1















699Lubienski, S. T., Lubienski, C., & Crane, C. C. (2008). Achievement differences and school type: The role of
700school climate, teacher certification, and instruction. American Journal of Education, 115, 97–138.
701Mashburn, A. J. (2008). Quality of social and physical environments in preschools and children’s develop-
702ment of academic, language, and literacy skills. Applied Developmental Science, 12, 113–127.
703Maxwell, K. L., McWilliam, R. A., Hemmeter, M. L., Ault, M. J., & Schuster, J. W. (2001). Predictors of
704developmentally appropriate classroom practices in kindergarten through third grade. Early Childhood
705Research Quarterly, 16, 431–452.
706ME. (1998). Qualidade e projecto na educação pré-escolar [quality and project in preschool education].
707Lisboa: ME.
708ME. (2005). Currículo nacional do Ensino Básico: Competências essenciais [National curriculum for the
709Basic Education: Essential competencies]
710ME. (2006).Melhoria das condições de aprendizagem no 1.º ciclo [Improvement of the learning conditions in
711elementary schools]. Retrieved September 09, 2007, from http://www.portugal.gov.pt/
712ME/Gabinete de Avaliação Educacional. [GAVE] (2001). Resultados do Estudo Internacional PISA 2000:
713Primeiro relatório nacional [Results from the international study PISA 2000: First national report].
714Retrieved March 12, 2007, from http://www.gave.min-edu.pt/
715Milesi, C., & Gamoran, A. (2006). Effect of class size and instruction on kindergarten achievement.
716Educational Evaluation and Policy Analysis, 28, 287–313.
717Ministério da Educação. [ME]. (2004). Organização curricular e programas [Curricular organization and
718programs]. Lisboa: Departamento da Educação Básica.
719Muthén, L. K., & Muthén, B. O. (1998–2007). Mplus user’s guide (5th ed.). Los Angeles, CA: Muthén &
720Muthén.
721National Institute of Child Health and Human Development (NICHD) Early Child Care Research Network.
722(2002). The relation of global first-grade classroom environment to structural classroom features and
723teacher and student behaviors. The Elementary School Journal, 102, 367–387.
724NICHD Early Child Care Research Network. (2004). Multiple pathways to early academic achievement.
725Harvard Educational Review, 74, 1–29.
726NICHD Early Child Care Research Network. (2005). A day in third grade: A large-scale study of classroom
727quality and teacher and student behavior. The Elementary School Journal, 105, 305–323.
728O’Brien, R. H., & Pianta, R. C. (2010). Public and private schools: Do classroom processes vary by school
729type? The Elementary School Journal, 110, 409–419.
730Pakarinen, E., Lerkkanen, M.-K., Poikkeus, A.-M., Kiuru, N., Siekkinen, M., Rasku-Puttonen, H., et al.
731(2010). A validation of the classroom assessment scoring system in Finnish kindergartens. Early
732Education and Development, 21, 95–124.
733Pedder, D. (2006). Are small classes better? Understanding relationships between class size, classroom
734processes and pupil’s learning. Oxford Review of Education, 32, 213–234.
735Perry, K. E., Donohue, K. M., & Weinstein, R. S. (2007). Teaching practices and the promotion of
736achievement an adjustment in first grade. Journal of School Psychology, 45, 269–292.
737Phillipsen, L. C., Burchinal, M. R., Howes, C., & Cryer, D. (1997). The prediction of process quality from
738structural features of child care. Early Childhood Research Quarterly, 12, 282–303.
739Pianta, R. C. (2006). Schools, schooling, and developmental psychopathology. In D. Cicchetti & D. J.
740Cohen (Eds.), Development psychopathology: Vol. 1. Theory and method (2nd ed., pp. 494–529).
741New York: Wiley.
742Pianta, R. C., & Hamre, B. K. (2009). Conceptualization, measurement, and improvement of classroom
743processes: Standardized observation can leverage capacity. Educational Researcher, 38, 109–119.
744Pianta, R. C., & McCoy, S. J. (1997). The first day of school: The predictive validity of early school screening.
745Journal of Applied Developmental Psychology, 18, 1–22.
746Pianta, R. C., La Paro, K. M., Payne, C., Cox, M. J., & Bradley, R. (2002). The relation of kindergarten
747classroom environment to teacher, family, and school characteristics and child outcomes. The Elementary
748School Journal, 102, 225–238.
749Pianta, R., Howes, C., Burchinal, M., Bryant, D., Clifford, R., Early, D., et al. (2005). Features of pre-
750kindergarten programs, classrooms, and teachers: Do they predict observed classroom quality and child–
751teacher interactions? Applied Developmental Science, 9, 144–159.
752Pianta, R. C., La Paro, K. M., & Hamre, B. K. (2006). Classroom Assessment Scoring System: Manual k–3
753version. Charlottesville: Center for Advanced Study of Teaching and Learning.
754Pianta, R. C., Belsky, J., Houts, R., Morrison, F., & NICHD Early Child Care Research Network. (2008).
755Observed classroom experiences in elementary school: A day in fifth grade and stability from grades 1
756and 3. Manuscript submitted for publication.
757Pianta, R. C., La Paro, K. M., & Hamre, B. K. (2008b). Classroom Assessment Scoring System: Manual k–3
758version. Baltimore: Paul Brookes Publishing.
J. Cadima et al.















759Ponitz, C. C., Rimm-Kaufman, S. E., Grimm, K. J., & Curby, T. W. (2009). Kindergarten classroom quality,
760behavioral engagement, and reading achievement. School Psychology Review, 38, 102–120.
761Ponte, J. P., Serrazina, L., Guimarães, H. M., Breda, A., Guimarães, F., Sousa, H., et al. (2007). Programa de
762matemática do Ensino Básico Mathematics program for the Basic Education. Lisboa: ME/DGIDC.
763Reis, C., Dias, A. P., Cabral, A. T., Silva, E., Viegas, E., Bastos, G., et al. (2009). Programas de Português do
764Ensino Básico [Portuguese programmes for the Basic Education]. Lisboa: ME/DGIDC.
765Rimm–Kaufman, S. E., Curby, T., Grimm, K., Nathanson, L., & Brock, L. Z. (2009). The contribution of
766children’s self-regulation and classroom quality to children’s adaptive behaviors in the kindergarten
767classroom. Developmental Psychology, 45, 958–972.
768Rutter, M., & Maughan, B. (2002). School effectiveness findings. 1979–2002. Journal of School Psychology,
76940, 451–475.
770Serrazina, M. L., Canavarro, A. P., Guerreiro, A., Rocha, I., Portela, J., & Saramago, M. J. (2005). Programa
771de formação contínua em matemática para professores do 1º ciclo. Lisboa: ME/DGIDC.
772Slate, J. R., & Jones, C. H. (2005). Effects of school size: A review of the literature with recommendations.
773Essays in Education, 13, Retrieved from http://www.usca.edu/essays/vol132005/slate.pdf
774Sullivan, A., & Heath, A.F. (2002). State and private schools in England and Wales.Working Paper 2002–02,
775Retrieved from www.sociology.ox.ac.uk/swps/200-02.html
776Toma, E. F. (1996). Public funding and private schooling across countries. Journal of Law and Economics, 39,
777121–148.
778
779Joana Cadima. Faculty of Psychology and Educational Sciences, University of Porto, Rua Alfredo Allen
7804200–135 Porto, Portugal. E-mail: jcadima@fpce.up.pt
781
782Current themes of research,
783
784Teacher-child interactions and relationships in early childhood. Socioemotional development and self-
785regulation. Sociocultural risk. Observational methods.
786
787Most relevant publications in the field of Psychology of Education,
788
789Cadima, J., Leal, T., & Burchinal, M. (2010). The quality of teacher–student interactions: Associations with
790first graders’ academic and behavioral outcomes. Journal of School Psychology, 48, 457–482.
791Cadima, J. McWilliam, R. A., & Leal, T. (2010). Environmental risk factors and children’s literacy skills
792during the transition to elementary school. International Journal of Behavioral Development, 34, 24–33.
793Cadima, J., Leal, T., & Cancela, J. (2011). Interacções professor-aluno nas salas de aula no 1.º CEB:
794Indicadores de qualidade. Revista Portuguesa de Educação, 24, 7–34.
795Abreu-Lima, I., Leal, T., Cadima, J., & Gamelas, A. M. (2012). Predicting child outcomes from preschool
796quality in Portugal. European Journal of Educational Psychology. DOI: 10.1007/s10212-012-0120-y
797Cadima, J., Leal, T., & Peixoto, C. (no prelo). Observação das interacções educador-criança: Escala de





803Carla Peixoto. Faculty of Psychology and Educational Sciences, University of Porto, Rua Alfredo Allen
8044200–135 Porto, Portugal. E-mail: peixoca@gmail.com
805
806Current themes of research,
807
808Emergent literacy development. Adult–child interactions in shared story book reading. Inclusive early
809elementary school contexts.
810
811Most relevant publications in the field of Psychology of Education,
812
813Peixoto, C., Cadima, J., & Leal, T. (2011). Sistema de Observação de Leitura Conjunta Adulto-Criança:
814Qualidade socioemocional e instrucional dos comportamentos interactivos maternos. In A. S. Ferreira, A.
Observed classroom quality in first grade
Q1















815Verhaeghe, S. R. Silva, L. S. Almeida, R. Lima, & S. Fraga (Eds.), Actas do VIII Congresso
816Iberoamericano de Avaliação/Evaluación Psicológica. XV Conferência Internacional Avaliação
817Psicológica: Formas e Contextos (pp. 771–783). Lisboa: SPP.
818Peixoto, C., Leal, T., & Cadima, J. (2008). Comportamentos interactivos de leitura conjunta adulto-criança. In
819A. P. Noronha et al. (Coord.), Actas da XIII Conferência Internacional de Avaliação Psicológica: Formas e
820Contextos [CD]. Psiquilibrios: Braga.
821Peixoto, C., Silva, M., Leal, T. & Cadima, J.(2008). Desenvolvimento da literacia emergente: Competências
822em crianças de idade pré-escolar, In F. L. Viana, E. Coquet & M. Martins (coord). Leitura, Literatura





828Teresa Leal. Faculty of Psychology and Educational Sciences, University of Porto, Rua Alfredo Allen 4200–
829135 Porto, Portugal. E-mail: tleal@fpce.up.pt
830
831Current themes of research,
832
833Quality in preschool and elementary school education. Teacher-student interactions in classrooms. Language,
834literacy and social skills: relationships and evolution from preschool to elementary school. Adult–child
835interactions in shared story book reading. Participation in inclusive preschool contexts.
836
837Most relevant publications in the field of Psychology of Education,
838
839Leal, T., Gamelas, A. M., Abreu-Lima, I., Cadima, J., & Peixoto, C. (2009) Qualidade em Educação Pré-
840escolar. Psicologia, XXIII, (2), Lisboa: Edições Colibri.
841Leal, T., Gamelas, A.M., Abreu-Lima, I., Cadima, J., & Peixoto, C. (2009). Educação pré-escolar e desenv olv
842imento da literacia. In G. Portugal (Ed.) Ideias, projectos e inovação no mundo das infâncias: o percurso e
843a presença de Joaquim Bairrão. Av eiro: Univ ersidade de Av eiro.
844Leal, T., Cadima, J., Silv a, P. & Gamelas, A. M., (2005). A aprendizagem da leitura e da escrita ao longo do
8451° ciclo e.b.: Contributos de um programa de literacia numa comunidade em desv antagem social. In J.
846Bairrão (Coord.) Desenvolvimento: Contextos familiares e educativos (pp. 256–282). Porto: Liv psic
847Cryer, D., Tietze, W., Burchinal, M., Leal, T., & Palacios, J. (1999). Predicting process quality f rom structural
848quality in preschool programs: a cross-country comparison. Early Childhood Research Quarterly, 14,
849339–361.
850Abreu-Lima, I., Leal, T., Cadima, J., & Gamelas, A. M. (2012). Predicting child outcomes from preschool
851quality in Portugal. European Journal of Educational Psychology. DOI: 10.1007/s10212-012-0120-y
J. Cadima et al.
















AUTHOR PLEASE ANSWER ALL QUERIES.
Q1. Kindly check if the suggested short title is appropriate;
otherwise, kindly provide one with a 65-character maximum
including spaces.
Q2. This article type requires keywords; please check the list
suggested or kindly provide.
Q3. “Pianta 2003” is cited in text but not given in the reference list.
Please provide details in the list or delete the citation from the
text.
Q4. “Pakarinen et al., 2009” is cited in text but not given in the
reference list. Please provide details in the list or delete the
citation from the text.
Q5. Please check corresponding author e-mail address if captured
correctly.
View publication stats
